
ED 078 962

AUTHOR
TITLE

INSTITUTION

REPORT NO
PUB DATE
NOTE
AVAILABLE FROM

EDRS PRICE
DESCRIPTORS

IDENTIFIERS

DOCUMENT RESUME

PS 006 627

Blanton, William E.
Preschool Reading Instruction: Information for the
Administrator. PREP-39.
Indiana Univ., Bloomington.; National Inst. of
Education (DHEW), Washington, D.C.
DREW- NIE -73- 27625; PREP-39
72
46p.
Superintendent of Documents, U.S. Government Printi..9
Office, Washington, D.C. 20402 (DREW Publication No.:
(NIE) 73-27625, PR1'P-39, $0.55)

MF-$0.65 HC-$3.29
*Administrator Guides; Check Lists; *Preschool
Education; *Program Evaluation; *Program Planning;
*Reading Instruction; Reading Tests
PREP; *Putting Research into Educational Practice

ABSTRACT
Intended as an aid to the school administrator who is

exploring the possibilities of preschool reading instruction, the
first section of this guide discusses: when to begin preschool
reading instrut;.ion, effects of traditional kindergarten experience
on reading readiness and reading achievement, effects of perceptual
motor programs on reading readiness and reading achievement, informal
readiness instruction versus formal reading readiness instruction,
effects of preschool reading instruction on affective behavior,
educational television and preschool reading instruction, teacher
aides and preschool reading instruction. The parameters of preschool
reading programs are described in relation to the characteristics of
the preschool population, characteristics of teachers and staff,
organization of the preschool reading program, philosophy underlying
the program, community involvement, length of the program, physical
facilities, and cost. Guidelines in the form of a checklist are
provided to aid the administrator with a framework against which the
components of the various programs may be evaluated and compared and
to assist him in identifying the basic components and considerations
involved in establishing his own early reading program. The
evaluation of the program is described as to criteria,
implementation, sources on evaluation, and tests for measuring
readiness and early reading skills. Seventeen promising preschool
programs that offer reading instruction are described. Steps the
administrator should take in, implementing change through preschool
reading instruction are given. A list of test publishers is provided
as are references. (DB)



C

U S DEPARTMENT OF HEALTH,
EDUCATION & WELFARE
NATIONAL INSTITUTE OF

EDUCATION
THIS DOrUVE NT HAS BEEN REPRO
DUCED EXACTLY AS RECEIVED EROV
THE PERSON OR ORGANiZATiONOP,CAN
A TING r T PON TS Or vq-Vi OR OPINIONS
STATED 00 NOT NECESSARILY RERRE
SENT 011 CIAL NATIONAL INSTITUTE OF
EDUCATION POSITION 0P POL ICY

SCOPE OF INTEREST NOTICE

The ERIC Facility has assigned
this document It rocessIng
to

In Our ludgement,thts document
Is also of Interest to the clewing
houses noted to the rght.
Ing should reflect their special
points of view.

Putting
Research into
Educational
Practice

PresCha I.:Reading
instructi

InfOematiori for 1

AdMiflittta

Prep Report No. 39^

S PARTMENTIIF-HEALTH; EDUCATION, AND WELFARE / National Institute of Education



r7I) D eN
.Jz

PUTTING RESEARCH INTO EDUCATIONAL PRACTICE

a synthesis and interpretation of research, development, and
current practice on a specific educational topic

a method of getting significant R&D findings to the practi-
tioner quickly

the best thinking of researchers interpreted by specialists, in
simple language

the focus of research on current educational problems

a format which can be easily and inexpensively reproduced
for wide distribution

raw material in the public domain which can be adapted to
meet local needs

an attempt to improve our Nation's schools through research

Use of funds for printing this publication approved by the Director of the Office of

Management and Budget July 27, 1970.



DHEW Publication No. (NIE) 73-27625

Preschool Reading
Instruction

Information for the
Administrator

Prep Report No. 39

by

Dr. William E. Blanton
Indiana University
Bloomington, Indiana

U.S. DEPARTMENT OF HEALTH, EDUCATION, AND WELFARE/National Institute of Education



't.

U.S. Government Printing Office
Washington: 1972

For sale by the Superintendent of Documents, U.S. Government Printing Office
Washington, D.C. 20402Price 55d



Contents

Research on Preschool Reading Instruction
1

Introduction
1When To Begin Preschool Reading Instruction
2Effects of Traditional Kindergarten Experience on

Reading Readiness and Reading Achievement
2Effects of Perceptual-Motor Programs on Reading Readiness and Reading Achievement 2

Informal Readiness Instruction Versus Formal Reading Readiness Instruction 3
Formal Reading Instruction Versus Formal Readiness Instruction 4Effects of Preschool Reading Instruction on Affective Behavior 4
Educational Television and Preschool Reading Instruction 5
Teacher Aides and Preschool Reading Instruction 5Conclusion

6

Parameters of Preschool Reading Programs
10

Characteristics of the Preschool Population
10

Characteristics of Teachers and Staff 10
Organization of the Preschool Reading Program 10
Philosophy Undergirding the Preschool Reading Program 10
Community Involvement

11
Length of the Preschool Reading Program

11Physical Facilities
11Cost
11

Guidelines for Observing Preschool Reading Programs 12

Evaluating the Preschool Reading Program
17

Criteria for Evaluation
18

I mplementing the Evaluation
18

Sources of Information on Evaluating Programs
19

Tests for Measuring Readiness and Early Reading Skills 19

Promising Preschool Programs Offering Reading Instruction 21

Cypress School District, Cypress, Calif. 21
Kramer School, Little Rock, Ark. 22
Exemplary Center for Reading Instruction, Salt Lake City, Utah 22
Carle Place, N.Y

23
Marks Meadow School, Amherst, Mass. 23
Prereading Skills Program, University of Wisconsin, Madison 24

iii



tj DOVACK Program, Monticello, Fla. 24
Interdependent Learner Model, Harlem, N.Y 25
Hopi Action Council, Oraibi, Ariz 26
Experimental Pre-Kindergarten Program, New York, N.Y. 26
Hartford, Connecticut, Program 26
Elizabeth Seawel I School, Chapel Hill, N.C. 27
Harley Lower School, Rochester, N.Y 28
Karnes Preschool Curriculum, University of Illinois, Urbana 28
Park School, Ossining, N.Y.

29
Lamplighter School, Dallas, Tex. 29
Sullivan Preschool Centers

30

Leadership: The Administrator's Responsibility
31

References
32

Publishers of Tests for Measuring Readiness and Early Reading Skills 37

iv

.A-



Research on Preschool Reading Instruction

Introduction

During the past decade there has been a
growing sentiment towards changing the
character of preschool reading instruction.
While the advocates for change are not ex-
plicit in their specifications for change, it
seems fair to say that they appear to advocate
formal preschool reading instruction rather
than traditional readiness instruction.

In general, the proponents of formal pre-
school reading instruction base their position
on a number of arguments. First, they raise
the question as to whether the needs of
today's preschool children are being met
adequately by preschool programs which they
contend are still operating under a philosophy
which has changed very little since the thirties
and forties. Second, the critics contend that
today's preschool children have acquired
larger vocabularies, have traveled widely, and
have been exposed to a rich verbal environ-
ment. Third, they put forth the argument that
many children are already reading on entrance
to first grade. Finally, they assert that r:irmal
preschool reading instruction is more efficient
and more economical than traditional readi-
ness instruction.

Opponents to formal preschool reading
instruction, on the other hand, maintain that
reading instruction should be postponed for
children until first grade because children
need a prolonged period of readiness instruc-
tion. In other words, many preschool children
may be limited to their intellectual ability,
experiential background, and language devel-
opment. Moreover, they warn that formal
reading instruction might be harmful to the
social, emotional, and creative potential of
young children.
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In addition to the above criticisms, other
potential problems related to preschool read-
ing instruction should be considered. First, it
is possible that preschool children may learn
by a different means than they will at a later
level. Consequently, formal reading instruc-
tion could actually provide difficulties later
and interfere with the successful mastery of
reading tasks at a later level. Second and along
another dimension, if children are taught to
read at the preschool level, it will be necessary
to totally change and reorganize the reading
curriculum at all educational levels. If the
reading curriculum were not changed, one
could conclude that the schools are not pro-
viding individualized instruction for children
who learned to read early.

Regardless of whether one strongly agrees
or disagrees with the position for formal pre-
school reading instruction, the fact remains
that there is research evidence attesting to the
efficacy of such instruction. In more cases
than not, however, the research has stimu-
lated a great deal of discussion and in many
instances a great deal of confusion. As a result
many educators are asking the following
questions:

1. Should age and/or readiness be factors
determining whether to commence
preschool reading instruction?

2. Does kindergarten attendance affect
readiness for reading?

3. Do perceptual programs commencing
at the preschool level affect reading
readiness and reading achievement?

4. Is formal reading readiness instruction
at the preschool level more efficacious
than informal readiness instruction?



5. How effective is formal reading in-
struction at the preschool level?

6. Is formal preschool reading instruc-
tion economical?

7. Does formal preschool reading instruc-
tion result in children experiencing
emotional problems or adversely
affect their attitudes toward reading?

8. What evidence is there that a child
who truly learns to read prior to first
grade will achieve better in reading
during later school years?

9. To what extent is there evidence that
formal preschool reading instruction is
sufficiently effective that its practice
should be widespread in kinder-
gartens, nursery schools, and other
so-called preschool education environ-
ments?

10. How effective is preschool reading
instruction through educational
television?

11. Should teacher aides and parents be
used in preschool reading programs?

Naturally, the above questions are of
particular interest to the school administrator
expIoring the possibilities of preschool read-
ing instruction. The purpose of this section is
to provide the administrator with information
which will enable him to make decisions re-
garding these questions.

When To Begin Preschool Reading Instruction

Research seems to indicate that formal
reading instruction should not be delayed
until a child reaches a "mythical level of
readiness." Likewise, the decision to imple-
ment such instruction should not use age as
an index of a ioungster's readiness for reading
instruction. Ideally, factors such as materials
available, teaching procedures, the child's
background of experiences, and the individual
needs and characteristics of each child should
be considered before commencing formal
reading instruction. In short, the "how" of
formal reading instruction should be the focal
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point for making decisions.

Effects of Traditional Kindergarten Ex-
perience on Reading Readiness and Reading
Achievement

The results of research on the effects of
traditional kindergarten experience on reading
readiness are not very clear. Instances have
been reported where kindergarten experience,
demonstrated a facilitative effect on reading
readiness. It is difficult, however, to deter-
mine how the more effective programs dif-
fered from less effective programs simply
because the traditional kindergarten seldom
offers the kind of documentation necessary to
analyze an instructional program. With re-
spect to the later effects of kindergarten, the
research findings are more clear, indicating
that the gains children made tend to "drop
off" after first grade. In short, we really don't
know how efficacious regular kindergarten
experience is for reading readiness and reading
achievement. A great deal more research
needs to be conducted. Most important, the
instructional program used needs to be docu-
mented. Future research should also be of a
longitudinal nature.

Effects of Perceptual-Motor Programs on
Reading Readiness and Reading Achievement

A number of authorities contend that per-
ceptual development is the primary factor
underlying reading readiness and reading
achievement. Their contention is based on the
results of studies of children with reading dis-
ability. Taken as a whole, such studies have
demonstrated a moderate correlation between
perceptual development and poor reading
achievement. The reader should, however, be
alerted to the fact that a moderate, even a
high, correlation between perceptual develop-
ment and reading readiness and reading
achievement does not demonstrate a casual
relationship.

There exist a number of programs based on
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the idea that improvement in perceptual,
visual-perceptual, and perceptual-motor de-
velopment leads to increased readiness for
learning and reading achievement. These pro-
grams range from commercially developed
instructional sequences to a potpourri of
activities designed by local educators. Of
particular interest is the fact that these pro-
grams do not appear to have been developed
to increase children's ability to perform
specific readiness and reading skills. On the
one hand, these programs appear to be suc-
cessful in increasing children's perceptual
ability; on the other, they seem to be ineffec-
tive in increasing readiness. Likewise, per-
ceptual training does not seem to affect later
reading achievement. If one's purpose is to
improve preschool children's perceptual
abilities, he might do well to select any of the
programs discussed. In contrast, if his purpose
is to increase readiness ability and later read-
ing achievement, he should probably select a

program more closely relatrd to the skills
necessary for the successful acquisition of
reading.

Informal Readiness Instruction Versus Formal
Reading Readiness Instruction

The primary goals of the traditional kinder-
garten program are to meet the social, emo-
tional, and motor needs of children. Instruc-
tion is very informal and unstructured, being
determined by the expressed needs of the
child. This point of view is not shared by all
preschool educators, however. As a matter of
fact, a number of iconoclasts propose that
preschool programs impose formal reading
instruction upon children. Exactly what they
mean by formal reading instruction is not
very clear since most descriptions of formal
reading programs are vaguely defined in the
literature. On very limited descriptions of
these programs, however, ore can easily infer
that one dimension of formal reading instruc-
tion employs published reading readiness
workbooks. In certain instances language
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experience stories and other prereading activi-
ties are used.

It should be understood by the reader that
it is impossible to make any substantial
generalizations from the research contrasting
traditional informal readiness programs to
formal readiness programs simply because
they have usually been defined as being either
sub-first grade, informal or formal, phonics-
oriented, structured and sequential, indi-
vidualized, or permissive. In contrast, some
generalizations can be made from the research
comparing informal programs to formal pro-
grams that utilize workbooks in instruction.

The research suggests that preschool read-
ing programs falling under the rubric of for-
mal readiness instruction are mc:e effective
than informal readiness programs, particularly
when criteria for success are readiness test
scores. With respect to later reading achieve-
ment, the results are not as clearcut. In more
cases than not, studies were terminated at the
end of the first grade. Still, it should be
pointed out that the longitudinal studies re-
ported indicate that the positive effects of for-
mal readiness instruction on reading achieve-
ment can be identified as late as third grade.

There is no definitive evidence attesting to
the fact that readiness for learning to read can
be facilitated by using commercially pub-
lished readiness materials at the preschool
level. Likewise, there is no firm evidence indi-
cating that gains made by children exposed to
such instruction are maintained through ele-
mentary school.- Probably the most reasonable
interpretation of the research is that some for-
mal readiness programs are more effective
than some informal readiness programs. Since
investigators have consistently failed to elabo-
rate on the informal and formal programs
used in their research, it is difficult to make
generalizations from their findings to other
populations. More than likely, there are also a
number of effective formal and informal
readiness programs which have not been corm
pared.



Formal Reading Instruction Versus Formal
Readiness Instruction

In contrast to informal and formal readi-
ness instruction is formal reading instruction.
Formal reading instruction consists of care-
fully sequenced presentations of planned acti-
vities to accomplish predetermined reading
goals. Unlike informal and formal readiness
instruction, formal reading instruction pro-
ceeds along a continuum from readiness to
specific reading skills. In short, the learner is
actually taught to read.

The research findings on formal preschool
reading instruction is far from unanimous and
less than clear. In fact the best that can be
said at this point is that informal preschool
reading instruction is probably just as effec-
tive as formal preschool reading instruction.
This argument notwithstanding, we might also
add that the paucity of longitudinal research
on the topic adds little evidence supporting
the long-term effects of formal preschool
reading instruction. The jury, then, is still out.
More evidence is needed.

Effects of Preschool Reading Instruction on
Affective Behavior

The majority of the research reported thus
far has been designed to determine the effects
of early reading instruction, not to prove its
value. Although the focus of concern has been
on the learning of reading skills, researchers
have also been concerned that the effect of
early reading instruction is not detrimental to
the social and emotional development nor the
creative development of the children involved.

Emotional problemsA widely held belief
among opponents to preschool reading in-
struction is that early reading instruction may
result in adverse side effects. For example,
Smith (1955) argues the possible emotional
problems resulting in teaching very young
children to read. Smith bases her argument on
reviews of more than 260 studies which indi-
cate that the incidence of emotional problems
among retarded readers ranges from 42 to 100
percent. It should be noted, however, that the
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basis for this position stems from data on
children who, for the main part, were not
exposed to preschool reading instruction. In
other words, a causal relationship among read-
ing disability, emotional problems, and pre-
school reading instruction has not been
demonstrated.

The warning that young children who are
exposed to preschool reading instruction
might eventually have emotional problems
must come from research on teaching pro-
school children to read. Unfortunately, only a

few studies have reported data relevant to this
question.

Mason and Prater (1966) examined the
psychosocial effects of reading instruction
upon kindergarten children. The results of the
study revealed that boys displayed less

acceptable classroom behavior as a byproduct
of reading instruction.

In contrast to the above study, a number of
studies (Brzeinski, 1964; Durkin, 1966;
Sutton, 1969) have feed to find that formal
preschool reading instruction does result in
harmful effects on the emotional behavior of
children. In short, the hypothesis that emo-
tional problems are related to early reading
instruction is still tentative. It would be very
unwise to suggest that there exists a causal
relationship between early reading instruction
and emotional problems until more research is
reported.

Dislike for readingClosely related to the
argument of possible ..notional effects is the
argument that teaching preschool children to
read may result in a chronic dislike for read-
ing. Although this belief has been widely
accepted among opponents to preschool read-
ing instruction, it has not been substantiated
by research. In fact, research to date suggests
that early exposure to reading does not result
in later negative attitudes toward reading.
Once again, however, only a few studies deal-
ing with an important area of preschool read-
ing instruction have been reported.

In summary, research exploring the effects
of early reading instruction suggests that
exposure to such instruction builds positive



attitudes toward reading. Consequently, early
reading instruction may provide a basis for
better adjustment toward school work in later
years.

Educational Television and Preschool Reading
Instruction

As many educators well know, the expense
of providing forme reading instruction to all
preschool children is almost prohibitive. The
use of educational television, however. may
well be one technique to make the task finan-
cially feasible. It is not surprising, therefore,
to find support for formal preschool reading
instruction through the television media in
the literature.

The most recent undertaking in educational
television for the preschool child is Sesame
Street, a production of the Children's Tele-
vision Workshop, which is televised over most
educational television stations in the United
States. Founded by Mrs. Joan Cooney, and
financed by the Carnegie Corporation, the
Ford Foundation, and the U.S. Office of
Education, Sesame Street was first presented
in November of 1969. The program makes use
of the principles of repet:tinn and discon-
tinuity. Brief sequences, lasting no more than
6 minutes, present information on body parts,
geometric forms, relational concepts, and
various skills related to reading. This broad
scope of skills is taught in a multitude of ways
by a variety of characters, ranging from the
main human personalities in its integrated cast
to cartoon-animated characters and moppet
puppets. Quick and unrelated segments are
presented in tachistoscope fashion and are
based upon the style of television commer-
cials that have been so effective with young
children. The viewer, during these 1-minute
commercials, is bombarded with flashes of
numbers and letters which sponsor the pro-
gram for the day. The popularity of the
broadcast is revealed by its Neilson ratings
which estimate its preschool viewing audience
at over six million viewers daily.
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Undoubtedly, Sesame Street is a popular
success: the viewing audience has ooubled and
the series is now being aired in over 20 foreign
countries. More important, however, are the
positive results of the evaluation of the pro-
grams.

After an extensive analysis of the data
collected by the EJucational Testing Service,
Bail and Bogatz made the following conclu-
sions: (1) Sesame Street has demonstrated
that television is an effective medium for pro-
viding instruction for preschool children, (2)
children who watched the most programs
learned the most, and (3) the best learned
skills were skills receiving the most program
time.

To summarize, preschool reading instruc-
tion through educational television has been
accepted by the public and by many educa-
tors with some enthusiasm. The effectiveness
of instruction through this medium has been
praised and questioned, sometimes with more
passion than objectivity. The educational
comm. City would be well advised to with-
hold ji dgment on the effectiveness of this
approach until additional evidence is offered.
For example, it is not clear how first-grade
programs should be articulated with the con-
tent of preschool reading instruction provided
by television. Moreover, the real worth of this
method must be determined by longitudinal
studies.

Teacher Aides and Preschool Reading
Instruction

A reoccuring topic relevant to preschool
reading instruction deals with the appropriate
ratio of teacher and/or adult to pupils. Al-
though no definitive evidence exists regarding
what a desirable ratio might be, many educa-
tors maintain that a ratio of one to six is
ideal. Indeed, a ratio of one adult to six
children is costly. Many administrators, there-
fore, consider preschool reading instruction to
be impractical.



The most obvious way of alleviating the
cost referred to above is to utilize teacher
aides and/or parents in the preschool reading
program. Administrators are aware of the
positive effects teacher aides have had on
regular school programs. However, they may
not be aware of the effects aides and parents
have had on preschool reading readiness and
reading programs.

The effectiveness of teacher aides in readi-
ness programs has been examined in a few
studies. In general, the help of aides has re-
sulted in greater achievement, perhaps be-
cause of increased attention given to indi-
vidual children.

Goralski and Terl (1968) compared readi-
ness results of kindergarten classes having
none, one, or five teacher aides. Inservice in-
struction was given to teachers on the proper
use of aides. Analysis of pretest and posttest
gains showed the greatest achievement in
classes with one aide, followed by classes with
five aides. While differences between classes
with and without aides were significant, dif-
ferences between classes with one and five
aides were not. These results could be inter-
preted as meaning that it is difficult for the
preschool teacher to effectively manage more
than one aide.

The use of parents as aides in readiness pro-
grams is an intriguing variation of the aide
tneme which has had mixed success. Kee le
and Harrison (1971) used parent tutors with
one group of kindergarteners and first gr .icers
and student tutors with another. Tutors "ere
trained in less than 2 hours and given a
manual to follow. For 6 weeks tutors worked
with children, teaching letter naming, sound-
ing, and blending. Analysis of pretest and
posttest results on readiness tests indicated
that the tutoring had made significant dif
ferences in scores. but that the kind of tutor-
ing had not. In a structured program, then,
the use of parents or students as tutors might
add to the precision of instruction.
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A less structu 1r,..,sch to the use of
parents as tutors was investigated by
Niedermeyer (1970). A group of 91 vDlunteer
parents from eight schools was given instruc-
tion in the use of exercises involving words,
beginning and ending sounds, and blends
which would appear in the 12 weekly lessons
of the program. Each week the 74 participat-
ing children brought home packets of exer-
cises which they and their parents were to
use. School-to-home feedback and degree of
parent accountability were varied among the
parents. Pupil reading performance, amount
of parent participation, and pupil attitudes
were used to evaluate the program. Pupil per-
formance and attitudes were significantly
higher among participating pupils as com-
pared to pupils in the control group. The
highest performance was found in children
whose parents had received feedback and
were held most Gccountable for their
children's progress. It was concluded that
parents can assist their children in readiness
activities and that the degree of organization
of a parental program is a factor in its success.

To sum, the limited amount of available
research tends to support the belief that
teacher aides and parents can be used effec-
tively in a preschool reading program. Opti-
mum success appears to be achieved when the
teacher has only one aide to manage. As
might be expected, structure and feedback
have a facilitative effect on the performance
of teacher aides. Consequently, it aides artot6
be used in the preschool reading program,
administrators should provide inservice
education for aides and teachers.

Conclusion

This section reflects on the questions for
administrators posed earlier.

The keynote question is: Should age and/or
readiness be factors in determining whether to
commence preschool reading instruction?
Frankly, the only perspective from which to
view this question is that the research very
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definitely indicates that preschool children
can and do learn to read.

A question that is not so easily resolved
deals with whether informal or formal readi-
ness experiences are more appropriate for pre-
school children. The literature reveals that
both have positive effects on readiness for
reading and reading achievement. Probably
the best way to answer this question is to ask
the following question: To what extent are
administrators ready to insure that their
schools will articulate the formal preschool
reading program with the first-grade program?
Obviously, if the formal reading readiness pro-
gram is not commensurate with the first-grade
reading program, an informal readiness pro-
gram would be more desirable. If, on the
other hand, first-grade instruction
systematically builds upon what the child has
learned and first-grade teachers are willing to
provide individualized instruction for the
child who acquires reading skills early, a
formal readiness program might be more
desirable.

How effective is formal reading instruction
at the preschool level? Research reports indi-
cate that formal preschool reading instruction
is effective. In fact, it is apparent that many
preschool children respond to and enjoy
actual reading instruction. Very little is
known, however, about formal preschool
reading instruction. As a matter of fact, in
more cases than not, preschool reading in-
struction is achieved by simply moving the
first-grade coriculum downward. Certainly,
moving first-grade reading instruction down-
ward does not constitute a desirable preschool
reading model. Formal preschool reading
instruction should be guided by principles of
learning and development rather than by
existing first-grade models.

The above argument notwithstanding, very
little is also known about the scope of formal
preschool reading instructionthat is, what
skills should be taught? The same is true con-
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cerning the task steps the child must go
through to acquire reading skills.

Closely related to the above statements is
the fact that the age placement of reading
skills has not been identified. In other words,
there are no answers to the following
questions:

1. What reading tasks can the preschool
child learn with reasonable success?

2. What student characteristics are pre-
requisite to the preschool child's mastery
of a given reading task?

3. What prerequisite characteristics are
amenable to training?

4. What alternative training procedures can
be imposed upon children who lack the
prerequisites for learning reading tasks?

Another area about which we know little is
the timing of preschool reading instruction,
that is, how fast each reading skill should be
taught. Within this same area, answers to the
following questions are unknown: (1) how
long a session of formal reading instruction
should last, (2) with what frequency should
preschool children be exposx1 to sessions of
formal reading instruction, and (3) whether
training on particular activities should be con-
tinued until all task steps related to a particu-
lar reading skill are mastered to a reasonable
degree of efficiency.

Moving on to another important area, it
seems safe to say that knowledge is limited on
how reading skills should be taught at the pre-
school level. In other words, more informa-
tion is needed on the various methods which
could be used to teach the preschool child so
that he can master reading skills more
efficiently. Similarly, there is a need to define
which method would enable the child to
master a particular reading skill most
efficiently.

There is also disparity in knowledge about
the various instructional materials which
could be used to teach the preschooler so that
he can master reading skills more efficiently.



Another area about which knowledge is
severely lacking concerns the sequence in
which reading skills should be taught to the
preschool child. To be more precise, given a
series of reading skills to be taught to the pre-
school child: (1) What is the order relation or
dimension underlying these skills? (2) Which
of these order relations can be altered? and
(3) If the order relations of these skills can be
altered, what sequence would be most con-
ducive to most efficient mastery of these
skills?

Finally, knowledge concerning organization
for preschool reading instruction is close to
nil. Since research has only scratched the sur-
face on this important area, every attempt
should be made to determine the most effec-
tive procedures for deploying staff and
facilities in order to create an environment
most conducive to the preschool child's
mastery of reading skills.

In light of the above, the question "how
effective is formal reading instruction at the
preschool level?" must be answered ambigu-
ously. In many situations such instruction is
definitely profitable; in others, it is not. The
information is just not available at this time
to serve as the knowledge base for answering
this question.

Concerning the question, Is formal pre-
school reading instruction economical?: if
early reading instruction contributes to the
reading success of children, it should reduce
the need for subsequent remedial reading in-
struction. From this perspective, early reading
instruction might be viewed as an investment.
Unfortunately, no definitive evidence has
been reported attesting to the relationship
between early reading instruction and the pre-
vention of reading disability or to how much
might be saved by such instruction. Clearly,
what is sorely needed is cost-benefit analysis
research. Until such research is conducted, the
answer to the previous question must be
purely speculative. Parenthetically, one might
also add that cost-benefit analysis research
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would probably provide the best information
for making decisions concerning the kind of
preschool reading instruction local education
agencies might impose on children. From the
review of the research, it appears that most all
types of preschool reading instruction seem to
be effective at one time or another.

A perennial red herring in the literature on
preschool reading instruction is whether such
instruction has an adverse effect on the
affective behavior of young children. At least
this is the criticism most often raised by
critics of preschool reading instruction. It is
this writer's conclusion that this criticism is
rather passionate, stemming from subjective
opinion rather than objective observation. As
a matter of fact, the preponderance of infor-
mation available on the subject indicates that
preschool reading instruction has a neutral
effect on affective behavior. This should not
be interpreted to mean harmful effects are
not possible, however. Much more research is
needed on this question.

What evidence is there that a child who
truly learns to read prior to first grade will
achieve better in reading during later years?
The obvious answer to this question is that
there is very little evidence. Since most re-
searchers discontinue their research after
children enter first grade, it is virtually im-
possible to provide a meaningful answer to
this question. The Denver Study, however, is
an exception. It revealed that children main-
tain reading gains through grade six. Other
than this study, longitudinal research has just
not been done.

To what extent is there evidence that for-
mal preschool reading instrur on is suffi-
ciently effective that its practice should be
widespread in kindergartens, nursery schools,
and other so-called preschool education en-
vironments? Given the situation where one
strongly advocates preschool reading instruc-
tion, the answer to this question would still
have to be that there is very little evidence.
The main reason for this point of view is the



fact that most schools are simply not pre-
pared to take advantage of the early reading
achievement children make in preschool. In
more cases than not, this situation could be
obliterated by inservice education. Until
schools are ready to respond appropriately to
children who learn to read early, there is
really no reason for such instruction to be
widespread.

What about preschool reading instruction
through educational television? It should
probably be encouraged for a number of
reasons. First, the cost is not prohibitive;
second, it reaches great numbers of children;
third, it reaches children at all socioeconomic
levels; fourth, children seem to enjoy it. Last,
the instructional content of programs such as
Sesame Street is available for analysis by
educators. Consequently, there should be no
problem for the schools to blend first-grade
content with the content of preschool tele-
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vision.
What about the role of teacher aides and

parents in the preschool reading program?
The answer to this question is obvious. These
people, if used properly, add to the success of
the preschool reading program. Moreover,
when these people are used, the community is
involved.

To recapitulate two statements made
earlier and supported by a review of the litera-
ture: First, negative criticism of formal pre-
school reading instruction is invalid so long as
the social, emotional, and creative potential
of the children involved is maintained.
Second, negative criticism of formal preschool
reading instruction which does not force
children in the direction of acquiring reading
skills for which they have not fulfilled the
prerequisites, and which does not disregard
the social, emotional, and creative potential
of the children, is not valid.



Parameters of Preschool Reading Programs

Prerequisite to making any decisions with
regard to implementing a preschool reading
program, the administrator should first deter-
mine the parameters of his local situation. In
other words, he needs information which will
reveal to him the degree to which the program
being considered will fit his local situation.
Among the parameters the administrator
should be concerned with are: (1) charac-
teristics of the preschool population, 2)
characteristics of teachers and other staff, (3)
organization of the preschool reading pro-
gram, (4) philosophy undergirding the pre-
school reading program, (5) community in-
volvement, (6) length of the preschool reading
program, (7) physical facilities, and (8) costs.

The following descriptions of the above
parameters are not exhaustive. They are
merely intended to suggest guidelines for
defining the local situation and for reviewing
preschool reading programs which the ad-
ministrator might be considering.

Characteristics of the Preschool Population

This parameter deals with the nature of the
preschool population the local education
agency serves. Examples of variables included
under this category are: age, sex, socio-
economic level, ethnic group, urban or rural
students, physical and mental health, and the
like. This is a very important parameter for a
number of reasons. For example, a number
of preschool reading programs are now in
existence which were designed for specific
populations. Therefore, it is more than
possible that a preschool reading program
which has been successful for one population
may not be appropriate for another. Too
often, preschool reading programs designed
for disadvantaged populations have been used
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with advantaged populations. One might well
question the impact such a mismatch between
program and population might have on young
learners.

Characteristics of Teachers and Staff

Under this parameter are teacher and staff
qualifications, descriptions of teacher roles,
experience, attitudes and beliefs regarding
preschool reading instruction, and teacher re-
cruitment. To illustrate the importance of this
parameter, one might consider the fact that
some preschool reading programs are com-
prised of very structured instructional pack-
ages. For such programs, the teacher's prior
experience may not be important, as much
planning has already been done for her. On
the other hand, her belief system must be in-
compatible to formal and structured pre-
school reading instruction. In other cases, the
preschool reading program might offer ex-
plicit objectives for reading instruction, leav-
ing the responsibility of planning learning
alternatives for children to the teacher. In this
case, the teacher's prior teaching experience
might be an important variable to consider.

Organization of the Preschool Reading Program

Included under this parameter are impor-
tant items such as staff deployment, organiza-
tion of reading activities, deployment of ma-
terials, whether instruction is individualized,
how children are grouped for reading instruc-
tion, etc.in short, the preschool reading
curriculum.

Philosophy Undergirding the Preschool Read-
ing Program

This parameter refers to the school of



thought followed by the reading program. Of
special interest here is the learning theory
which serves as a framework for instruction.
Some examples of preschool reading programs
displaying diverse philosophy beliefs range
from formal programs such as the Denver
Project (using workbooks), the Salt Lake City
Project (using SRA's DISTAR program), and
the Cypress, California, Project (using Open
Court's Correlated Language Arts Foundation
Program) to informal programs found in
Montessori Schools and traditional kinder-
gartens. Indeed, one whose philosophy is

contrary to formal reading instruction would
wart to pay particular attention to this
parameter.

Community Involvement

This describes the role of the local com-
munity in making decisions concerning the
preschool reading program. Examples of other
important variables under this heading are:
community education, decree of community
involvement in the project (volunteers,
teacher aides, etc.). The importance of this
parameter can be easily understood when one
considers the fact that the longevity and sup-
port of most preschool reading programs is
usually determined by the degree and extent
to which the local community is involved.

Length of the Preschool Reading Program

Variables relevant to this parameter include
length of the schoolday and number of
schooldays per yea'. -light be expected,
some preschool reading programs call for
daily reading instruction; others alternate
reading instruction with other subjects. And,
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in some cases, reading instruction is provided
during the last semester of the kindergarten
year.

Physical Facilities

Under this heading are included variables
such as the amount and type of space needed
for reading instruction and the size of class-
rooms. For example, ungraded or open class-
rooms have space requirements that differ
greatly with programs employing programed
instruction.

Cost

The last, and probably most important
parameter, refers to the actual cost of the pre-
school reading program. Examples are the
actual cost of materials, physic& facilities,
maintaining the desired teacher to pupil ratio,
and staff training.

The above parameters should be considered
in formulating guidelines for developing or re-
viewing preschool reading programs. Ideally,
the administrator should consult his pro-
fessional staff as he begins to identify infor-
mation for input into definitions of the above
parameters. Certainly, there will be great argu-
ment concerning the philosophy which should
be adhered to in a preschool reading program.
Likewise, consideration must be given to the
children to be served by the program.

Once parameters have been defined, the
administrator has information in hand which
will enable him to make responsible decisions.
He is then ready to visit, observe, and con-
sider a preschool reading program for
adoption to his local situation.

.10



Guidelines for Observing Preschool
Reading Programs

The selection of a preschool reading pro-
gram from a mere written description is very
unwise. The program should be selected after
a number of onsite visits have been made and
information has been collected and reviewed.

For his first site visit, the administrator
:should request that an itinerary be planned
fo:. him, including a briefing by the project
s*aff, visits to classrooms, and informal inter-
views with teachers, children, and parents.
Before returning to his local site, the adminis-
trator should obtain written and/or audio-
visual material to use in discussing his visit
with his staff. If at all possible, it would also
be desirable to have staff members from the
program being considered visit the local
education agency so that questions of
immediate interest can be answered.

After a discussion of his first site visit, the
administrator and his staff may or may not be
interested in the particular program. If in-
terest runs high, a second site visit should be
made by the administrator, members of his
staff, supervisors, teachers, and parents. The
purpose of the second visit should be to
collect detailed and accurate information on
the project.

The following guidelines are intended to
serve two basic purposes: First, they are de-
signed to aid the administrator interested in
observing early reading programs by providing
a fairly comprehensive framework against
which the components of the various pro-
grams may be evaluated and compared.
Second, they may assist the administrator in
identifying the basic components and con-
siderations which will be involved in establish-
ing his own early reading program.

Used as a checklist, the guidelines consist
of three types of statements or questions
which must be responded to: (1)
Descriptions: the observer must compile
information from his observations and/or his
interviews with program personnel and re-
spond in narrative form. It is recommended
that these responses be written on a separate
sheet. (2) Checklists: most of the items on
this form ask the observer to check any or all
responses to a particular statement or ques-
tion. (3) Rating on a continuum: several items
ask the observer to respond to a statement by
indicating his observation on a continuum
between two extremes.

I. Preschool Reading Program Goals and Objectives

A. General reading goals

Mainly informal readiness (social and cultural experiences)
Formal readiness program with provisiGns for beginning reading (direct instruction using published
reading material)
Emphasis on developing actual reading skill (readiness assumed)

B. Degree of specificity of reading readiness and/or reading objectives

Very explicit (behavioral definitions) Global, general (loosely defined)

Instructional sequence predetermined
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Instructional sequence p!anned by
teacher



C. Objectives expressed in terms of
(check as many as apply)

1. Teachers and other adults
Disseminators of knowledge
Sources of reinforcement (rewards, knowledge of results)
Guides to children's learning

_ Models with which to identify
Other (specify)

2. Materials and equipment
Facilitate lesson and drill sessions
Serve as self-correcting guides to learning
Other (specify)

D. Of the reading goals and objectives, which are considered most important by the onsite team? by the
observer?

E. What is the expected time span for attaining the goals and objectives of the program?
1

2

3

Time span not stated
3 months
6 months
1 year
More than 1 year (explain)

Time span is same for all goals and objectives
Time span varies for all goals and objectives

Time span same for all children
Time span varies for different groups of children (explain)

II. Principal Components and Procedures of the Preschool Reading Program

A. Assessment of reading readiness and/or reading achievement

1. Time of assessment
On entry into the program
Continually during the year
At year's end

2. Type of assessment
Informal (teachermade test) _ _____' _ Formal (standardized test)
Haphazard _ _ _Carefully planned

3. Assessment based on
_ Teacher judgment Standardized tests

Work samples Observation schedules
Work completed Student conferences

_ Checklists Other (specify)

4. Assessment performed by
Student self-evaluation Specialists

_ Teachers Supervisors
Aides Other (specify)
Parents

5. Criteria used
Narrow range _ _ Full range

6. Purpose of assessment
As integral part of instructional program
Feedback
For periodic reporting only (e.g., to parents)

B. Reading materials and equipment

1. Description of kinds of reading materials and equipment used in the program:
Specifically programed
Appropriate for independent pupil use
Requires adult direction and supervision
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2 ...1st reading materials and equipment most frequently used.

C Use of time in program

Hign ly structured schedule _ *_ Flexible schedule
____ Blocks of time designated for specific activities (explain)

D Utilization of space

Single classroom
Areas of classroom designated for reading and other activities

E. Reading activ;ties
1 Rank, in order of importance, the main sources of structuring for the children's activities which areintended to contribute most toward the achievement of the reading program's objectives

-- Materials and equipment accessible to students for their use
__ Direct instruction by teacher

Direct instruction by other adults
Teachers as guides

Interaction with peer group
Other (specify)

2 Who chooses reading activities and materials
Children Varies Teacher3. Degree of relationship between reading activities

High _ Low
4 Degree to which reading program can be correlated with other areas of instructionHigh __ Low

F Provisions made for individual differences and backgrounds of children
1 Amount of individualization

Very little
Highly individualized

2 Individualization achieved by (check all that apply)
Student choice
Teacher choice
Other (specify)

3. Rank,, in order of importance, the main means of achieving individualization
Materials available
Level of materials
Pacing

Grouping
Tutoring

III Administrative and Organizational Requirements

A. Community involvement
1. Degree of community involvement

Direct Indirect
2. Kinds of community involvement (check all that apply)

Selecting program
Selecting objectives
Decisionmaking
Mainly advisory
As part of staff (teachers and/or aides)
As volunteers
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B. Types and qualifications of personnel

1. Type /education level
M.D.
Ph.D. M.A. B.A.

Staff -
Child

H.S. Other Ratio
Supervisor/adviser
Reading specialist
Early childhood specialist
Teacher

Aide/assistant
Volunteer
Psychologist
Other (designate)

2. What amounts and kinds of experiences are parts of the desired qualifications for each of the above
types of personnel?

3. What personal qualifications are sought in each of the types of personnel?
4. What number of children can be served effectively by one staff member in each of the above categories?
5. How is the staff involved in planning and implementing the reading program. (check all that apply)

Selects the program to be implemented
Plans the process of implementation
Develops policy positions
Develops program materials and selects equipment
Develops and implements evaluation procedures

_ Develops dissemination procedures
Other (specify)

C. Space and time requirements

1. Describe type or room or other space needed for reading instruction
2. Time requirements

_ Full schoolday
One-half schoolday
Full school year
Other

D Staff development

1. List the knowledge and competency requirements for supervisors

2. List the knowledge and competency requirements for teachers

3. List the knowledge and competency requirements for aides

4. Inservice training required for
Teachers _ Aides _ Others

r.. Resources required for inservice
_______ Local supervisors

Outside consultant (early childhood and reading)
Kits of materials and other packages
Film and video equipment

6. Timing of inservice
Daily During working hours
Weekly After working hours

E. Costs for installing and maintaining the reading program (based on number of children)
Staff Reading materials
Inservice training Supervision
Equipment Evaluation

F. Time required to implement the preschool reading program
Community involvement and planning
Staff involvement and planning
Inservice education

.:-



To sum, information of the kind outlined edge base for making decisions concerning
above should be collected during the second whlather to adopt a particular preschool read-
onsite visit. After the information has been ing program.
compiled, it can be used as a sound knowl-
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Evaluating the Preschool Reading Program

Whether evaluation is a formal component
of the preschool reading curriculum, some
sort of evaluation should take place. It may
be as informal as a discussion among
administrators, teachers, and parents as they
identify and describe what they think is, or is
not, happening in the reading program. On
the other hand, it may be formalized to the
extent that data are collected by admincra-
tors, supervisors, and teachers to determine
the progress the reading program is making.
Hopefully, the evaluation is an integral part of
the total preschool program, regarding its
objectives, procedures, and criteria for deter-
mining the degree to which objectives are
achieved. Thus, decisions regarding the ob-
jectives of the program, procedures, and
criteria should be a part of the total planning
for the reading program, as opposed to an
evaluation conducted at the end of the year.

The purpose for evaluating the preschool
reading curriculum is to gather relevant data
which support the decisionmaking process
and determine the degree to which objectives
of the curriculum have been reached. Presum-
ably the results of the evaluation are made
public to defend decisions made during the
program.

The fundamental impediment to effective
evaluation of preschool reading programs is
the lack of a conceptual understanding of the
evaluation process on the part of most admin-
istrators. Indeed, if responsible decisions con-
cerning the management and administrative
efficiency of the preschool reading program
and the degree to which the program brings
about educational and attitudinal change are
to be made, some conceptual framework must
be employed to gather and interpret data.
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The literature reveals that a number of
theoreticians in education, especially in the
area of evaluation, have been concerned with
the problems of evaluation. Bloom (1969) for
example, distinguishes between summative
and formative evaluation. Summative evalu-
ation identifies terminal inspection of ob-
jectives to determine whether progress has
been achieved. Formative evaluation, on the
other hand, is the continuous process of col-
lecting relevant data to mike decisions while
the project is in progress.

Provus (1969) provides a model wh:-.1-:

describes evaluation as a.,process of seeking
harmony. The process includes:

Agreeing upon program standards
Determining whether a discrepancy
exists between aspects of the program
Using discrepancy informatior to
identify the weaknesses of the
program

Guba and Stufflebeam (1970) view evalu-
ation as a process involving four basic de-
cisions: "Planning decisions specify major
changes that are needed in a program." These
decisions commonly relate to goal setting and
goal review processes. "Structuring decisions
specify the means to achieve the ends." These
decisions relate, typically, to program ob-
jectives, priorities, and alternatives. "Imple-
menting decisions are those involved in carry-
ing through the action plan." These decisions
represent the continuous input of information
relevant to program progress. "Recycling de-
cisions are those which are used in deter-
mining the relation of attainments to ob-
jectives." These decisions provide answers to
the question "do we continue or do we alter
our course?"



The above decision types also identify the
following four stages of program evaluation
critical to effective management:

1. Context evaluationto define the envir-
onment in which change is to occur, to
depict unmet needs, and to identify the
problems that result in needs not being
met.

2. Inpui evaluationto determine how to
utilize resources to meet program goals.

3. Process evaluationto provide periodic
feedback to project managers and others
responsible for continuous control and
refinement of plans and procedures.

4. Product evaluationto measure and in-
terpret attainments not only at the end
of a project cycle but also as often as
necessary during the project term.

Although the above does not represent an
exhaustive review of the literature or all the
theoretical position's which explicitly or im-
plicitly deal with the concept of evaluation, it
does provide some insights into the informa-
tion available which could be applied to cur-
rent problems in evaluating the preschool
reading program.

Criteria for Evaluation

As mentioned earlier, evaluation matches
data collected to a model and determines the
degree to which they fit. It is necessary to
decide upon what variables in the instruc-
tional program will be used to define the
model and the program. The variables and ob-
jectives chosen represent the criteria used for
evaluation. Listed below are examples of
appropriate variables which may be used to
define models and programs:

Expected outcomes in terms of changes
in children's reading readiness as a result
of being exposed to the preschool read-
ing program.
Expected outcomes in terms of changes
in children's later reading achievement as
a result of being exposed to the pre-
school reading program.
Expected outcomes in terms of affective

18

behavior as a result of being exposed to
the preschool reading program.
Procedures for implementing and manag-
ing the preschool reading program:

Desired behaviors of teachers
Descriptions of materials and how
they will be used
Physical facilities needed
Desired community involvement

Implementing the Evaluation

As suggested earlier, the purpose for evalu-
ation is to determine the extent to which the
objectives of the program have been accom-
plished. Ideally this means that data must be
collated which enable the administrator to
justify his decision to continue, terminate, or
modify phases of the preschool reading pro-
gram.

The purpose of the evaluation determines
the time schedule for collecting information.
In most cases, however, data are collected
according to one of the following schedules:

Data collected at one time period,
usually after the completion of the pre-
school reading program

Data collected at two points in time,
usually immediately prior to the begin-

,.

ning of the preschool reading program
andiMmediately after the program ter-
minates
Data collected periodically, usually at
critical points during the process of the
preschool reading program

There are points of strength in using any of
the above schedules for data collection. First,
data collected at one time period allow one
to compare the degree to which the program
is meeting or has met expected objectives.
Second, data collected at two points in time
enable one to make comparisons of observed
and expected changes in behavior. Third, data
collected at critical points during the project
provide the opportunity to observe changes
and make decisions at critical intervals in the
program. Parenthetically, it might be added



that the later schedule is the most desirable
since it allows one to make observations and
decisions during the entire.process of the pro-
gram as opposed to making decisions after the
program completes a full cycle.

Another consideration which must be
taken into accour: in implementing an evalu-
ation is the instruments used to gather infor-
mation. A frequently occurring problem in
program evaluation concerns the validity
and reliability of the instruments. Briefly,
they must have a demonstrated relation to the
variables being considered and measure them
accurately. Of course the purpose of the
evaluation and the variables being considered
dictate the kinds of instruments one should
use. Listed below are categories and types of
instruments generally used in evaluation:

Instruments to determine changes in
behavior:

Standardized tests
Informal tests
Observation schedules
Interviews
Questionnaires
Rating scales

Instruments to determine the effec-
tiveness of personnel

Observation schedules
Questionnaires
Rating scales
Interviews

Instruments to determine the appro-
priateness of facilities

Observation schedules
Rating scales
Questionnaires

Instruments to determine the degree
and quality of community involve-
ment
s Interviews

Questionnaires
Observations
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To summarize, in planning and imple-
menting the evaluation of a preschool reading
program, one must consider the purposes of
the evaluation, variables to be considered,
time schedules for data collection, and instru-
ments to collect data. Moreover, the evalu-
ation itself should be monitored in order to
insure that, as the objectives of the program
change, there is a corresponding change in the
procedures for evaluation.

Sources of Information on Evaluating
Programs

Although there are a number of available
sourzes on evaluation, very few deal with the
evaluation of preschool programs. An excep-
tion, however, is the Handbook on Formative
and Summative Evaluation of Student Learn-
ing written by Benjamin S. Bloom, J. Thomas
Hastings, and George F. Madaus and pub-
lished by McGraw-Hill Book Company. This
book devotes over 100 pages to the evaluation
of preschool instruction.

The reader might also consult organizations
which are actively involves: in evaluating pre-
school programs. The following are offered as
contact points for evaluative services for pre-
school reading programs:

Office of Reading and Language Studies
Reading Program/Institute for Child Study
Indiana University
Bloomington, Ind. 47401

Center for the Study of Evaluation
Graduate School of Education
University of California at Los Angeles
Los Angeles, Calif. 90024

Tests for Measuring Readiness and Early
Reading Skills.

The reader seeking in-depth information on
tests designed to measure readiness and early



reading skills is referred to the following
publications:

CSE-ECRC Preschool/Kindergarten Test
Evaluations.
Ralph Hoepfner, Carolyn Stern, and
Susan G. Nummedal, eds. Los Angeles:
UCLA Graduate School of Education,
School Evaluation Project, Center for
the Study of Evaluation, 1971.

Tests of Reading Readiness and Reading
Achievement.

Roger Farr and Nicholas Anastasiow,
eds. Newark, Del.: International Reading
Association, 1969

In addition to the above sources, publishers
of tests for measuring readiness and early
reading skills are presented in the last section
of this report.



Promising Preschool Programs Offering
Reading Instruction

The following programs offer innovative
approaches to preschool education. Aithough
reading instruction is usually a component of
these programs, there is no significant pattern
of preschool reading instruction among them.
In fact, the reading instruction offered ranges
from highly structured reading lessons pro-
vided with commercially produced materials
to the informal language experience approach.
Similarly, reading instruction is found to be
configurated within a number of adminis-
trative organizations. For example, preschool
reading instruction is found in schools group-
ing children according to the ungraded class-
room procedure, integrated schoolday, open
classroom, and the like. The administrator,
then, can consider a number and variety of
preschool reading programs for the preschool
population he serves.

Cypress School District, Cypress, Calif.

The Cypress School District serves approxi-
mately 7,000 children in 12 different schools,
from kindergarten to grade six.

In 1967, Cypress' first-grade classes became
involved in a year-long pilot program in read-
ing, using the Open Court Correlated
Language Arts Foundation Program. The pilot
program was a success and the Open Court
Program was put into kindergarten, first,
second, and third grades of the district.

The Open Court Program is an academi-
cally oriented instructional program that
attempts to isolate the elements that will
make 5-year-olds self-confident, eager, and
happy to learn. The program focuses on skills
that will benefit all child, In and lead to some
intrinsic reward motivation, skills which all
children can learn so that they will develop
confidence in their own abilities, skills which
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require a minimum effort by the teacher and
that can quite often be taught by self-
correction, and skills that are basic to begin-
ning reading and success in later reading.

Subject matter of the Open Court Program
introduces kindergarteners to children's litera-
ture that stimulates curiosity about all other
subjects, that shows the interrelationships
among subjects, and that lends itself to stimu-
lating classroom discussions. The program
utilizes a strong phonics base for instruction,
including ear training and spelling instruction.
This enables children to establish word recog-
nition skills early in their academic career
often before the end of first grade. The pro-
gram also places a great deal of emphasis on
comprehension and creative writing.

Total class presentation of new concepts
and skills followed by total class discussion is
used in the Open Court Program. This is then
followed by small-group and individual work.
The program is particularly effective for con-
ceptual development and for learning begin-
ning reading skills.

A sequel to the program is the Open Court
Breaking the Code Program which is designed
for upper elementary grades. This program
has had very good results in improving reading
ability and extending the child's ability to
express himself in writing. Results of the pro-
gram used with kindergarteners anc' first
graders showed that these students achieved a
minimum score of 1 year and 8 months higher
than controls using basal readers. The measure
used to determine achievement was the Wide
Range Achievement Test.

Strengths of the program lie in the teaching
techniques and instructional strategies which
6 ' used with all materials in the Open Court
classroom organizational plan.



Kramer School, Little Rock, Ark.

The Kramer School project is a combined
education and day care project serving
children who range in age from 6 months to
12 years. A total of 236 children from
families whose annual incomes are $3,000 or
less attend Kramer; 59 percent are black, and
41 percent are white. The primary gcals of
the program are to help each child acquire a
love for learning, develop the ability to adapt
to group experiences, master the rudiments of
reading and mathematics, and enjoy his child-
hood years while he is making progress to-
ward becoming a responsible citizen.

Instruction in the rudiments of reading and
mathematics is centered around SRA's
DISTAR reading program, the Peabody Rebus
Reading Series, and Montessori materials.
Concent-ated activities are carried on before
lunch, while physical education, speech, and
ecology are reserved for after lunch. After-
noon field trips are a part of the curriculum
for the older children in the program.

Children in the program are divided into
various levels, with those at the first level
given major emphasis on the program. These
children visit the Learning Resources Center
aid library three times a week for diagnoses
and remediation of learning difficulties. Other
children attend the center twice weekly.
Activities at the center are varied every 15
minutes during the hour-long visits, and in-
clude concentration on perceptual activities,
auditory discrimination, and listening activ-
ities designed to increase the child's attention
span. While children are participating in the
center's activities, their classroom teacher
systematically observes them in these situa-
tions so that soe can better plan activities for
them in the classroom.

The Kramer School project features in-
service training sessions for its staff twice
weekly. At these 50minute sessions the
philosophy of the program, teaching
techniques, research projects, and methods of
observation are discussed.
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To date, the only evaluation procedure that
has been completed is that of the Stanford-
Binet IQ Test on an experimental and control
group of preparatory school children (pre-
schoolers) in the fall of 1969 and spring of
1970. The test showed IQ gains of 15 points
for the experimental group, while the controls
who were home with their mothers gained
only two points. Gains are also being mea-
sured on the basis of several other standard-
ized tests, but these evaluations have not yet
been completed.

Kramer School is a special facility operat-
ing within the Little Rock Public School
System. The school system provides the build-
ing, administration, faculty, cafeterias, and
operating and maintenance funds for the
schoolage children, while the U.S. Depart-
ment of Health, Education, and Welfare and
the University of Arkansas provide funding
for research, day care, and preparatory educa-
tion portions of the center. Cost per child of
the program is about $1,500 per year, in com-
parison to the $586 the Little Rock School
District normally spends per child per year.

Exemplary Center for Reading Instruction,
Salt Lake City, Utah

The Exemplary Center for Reading Instruc-
tion (ECRI) serves children in grades K-12.
The center itself provides remediation of read-
ing difficulties for about 45 children, but it
serves primarily as a teacher-training insti-
tution.

ECRI is constantly looking for new and
innovative methods of instruction, and conse-
quently is involved in a great deal of research.
At present, ECRI is emphasizing kindergarten
and first-grade programs in which SRA's
DISTAR reading program is being utilized.
According to research studies conducted at
ECRI, the more responsive the child is, the
better learner he is. With this in mind, ECRI
personnel have developed an instructional
program that requires kindergarteners and
first graders to respond many times during a



class period.
Perhaps the strongest feature of the ECR I

program is its teacher training function. ECRI
works directly with two local school systems,
but also serves a resource facility for school
systems throughout the Southwest. Work-
shops are conducted all year long at the
center, at nearby schools, and at schools
throughout the State. In addition, teacher
training programs that teach teachers at the
center and send demonstration teachers out
to the schools are conducted. Interested
parents are also provided with inservice train-
ing.

ECRI, governed by a five-man board, is
funded at $159,000 a year primarily by two
nearby school systems that contract for its
services. Two board membets are from each
of the school districts and one member is
from the State Board of Education.

Carle Place, N.Y.

In Carle Place beginning reading instruction
is based on the tenet that the children of this
generation are prepared to read well before
they enter school and are past the stage of
readiness when they begin their formal educa-
tion. This might not have been true 15 years
ago, but today with children being exposed to
a great deal of teleiision and easily obtained
reading materials, many children demonstrate
surprising skills related to reading in kinder-
garten.

In this program, children are assumed to be
past the readiness stage in kindergarten, and
phonic instruction in reading is begun almost
immediately. A pilot program: which had
striking results convinced school officials of
the value of introducing reading in kinder-
garten. Children are now going into the first
grade with ,-.ading levels up to grade three.

Teachers are taught to teach reading % is the
phonics method. No published materials are
used in the program; all materials are a com-
pilation of teacher-made materials. Teachers
are pleased with the program and feel that
they are teaching academics rather than
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socialization skills. Many parents are also in-
volved, working with their children at home
to improve reading achievement.

Reading is taught for about 15 or 20
minutes each day. Motivation has been sup-
plied by fascinating audiovisual aids, pictures,
and sketches. Children who do not grasp the
material in the program are never pushed into
it; they are always given the amount and
kinds of work they can easily handle. Group-
ing is used a great deal in providing for indi-
vidual differences in learning rate.

Marks Meadow School, Amherst, Mass.

The Marks Meadow School serves 100
kindergarten children who are predominantly
middle class, coming from families connected
with the University of Massachusetts.

Through the use of materials developed
specifically for the program by the staff, the
program is attempting to create an ungraded
version of a combination kindergarten-first
grade which rejects any notion of lockstep
approaches, te..uher-centered approaches, and
grade and ability grouping. The guiding prin-
ciples of the program are that children learn
at different rates and that they learn some-
thing only when they are ready for it.

The curriculum is divided into five cate-
gories: mathematics, scientific observation,
creative arts, writing, and reading in all sub-
ject areas. Observations of the children's overt
behavior are analyzed frequently. The pro-
gram does not emphasize reading as the only
route to knowledgeall learning achievements
are encouraged and praised.

Reading instruction in the Amherst pro-
gram covers a wide range of activities. There
are general areas in reading that each child
will be working at, and specific objectives in
each general area. Work with vowels, con-
sonants, and structural analysis is used with
those children requiring help in word recog-
nition. Reading itself is approached through
work in listening comprehension, silent read-
ing, oral reading, oral reading comprehension,



and silent reading comprehension. Creative
expression and motor skills are also stressed.
Teachers in tr.e program meet about once a
week to plan techniques, methods, and
materials.

Formal evaluations of the program are
underway at the present time utilizing the
Metropolitan Reading Readiness Test, the
Frostig Test of Visual Perception, and the
De Hirsch Reading Test. Evaluations of the
individual children are for the most part infor-
mal statements telling the parent of the
child's progress.

The school is a laboratory school for the
University of Massachusetts but is supported
by public school funds, with the city of
Amherst taking over more of the cost each
year. At present, the cost estimate per class is
between $2,500 and $3,000 for the kinder-
garten, and around $500 mcre for the com-
bined kindergarten and first-grade program.
Title Ill funds are also being utilized.

Prereading Skills Program, University of
Wisconsin, Madison

The Prereading Skills Program now under
development at the Wisconsin Research and
Development Center for Cognitive Learning at
the University of Wisconsin is designed to
diagnose and overcome deficiencies in pre-
reading skills at the kindergarten and pre-
school levels. The program was developed on
the assumption that reading is not a single
skill, but a complex of skills which can be
analyzed and broken down into various com-
ponent skills. The program also assumes that
an individualized method of teaching these
skills is required. Skills selected for investi-
gation include the visual skills of attending to
letter order, letter orientation, and word de-
tail, and the sound skills involving sound
matching and sound blending. These skills are
considered to be the basic prerequisites of
beginning reading.

For each basic skill, the program contains a
sequence of games and other activities that
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lead children from a simple application of the
skill to a more complex and abstract form.
With sound matching, for example, picture-
sound pairs are introduced using pictures,
narrative stories, and songs. Once the sound is
learned, pictures are utilized in sound match-
ing exercises. Then the pictures are gradually
removed so that children will eventually
match sounds in auditory forms only, without
the aid of visual props.

The Wisconsin program is attempting to
insure that, once a child has gone through the
program, he will be ready for formal reading
instruction and will experience little difficulty
in acquiring initial reading skills. Once
through the program, children are expected to
perform such operations as matching letters,
letter strings, or printed words and to take
into account the order of the letters and word
configuration in their word attack. Children
should also be able to match words on the
basis of constituent sound. to decide whether
or not a given word contains a particular
sound, and to blend sounds into real words,
using letters as stimuli for the sounds.
Secondary skills within the program include
the teaching of concepts, a small sight vocabu-
lary, and certain social behaviors.

The complete program includes a teacher's
handbook and resource file, visual and sound
schedules, games and materials for teaching
each separate skill, and a recordkeeping sys-
tem. Built-in systems of assessment are also
provided. Practice sheets and skill tests allow
the teacher to chart each child's progress and
plan additional instruction for him.

DOVACK Program, Monticello, Fla.

The DOVACK Program serves black
children exclusively, about 75 percent of
whom are from poverty families. Children in
the program are housed in two different
schools, one school serving kindergarten
through fourth-grade youngsters, and the
other serving fifth- through 12th-grade
children.



DOVACK is a computer-assisted language
experience approach which allows children to
create their own reading lessons. Because

black children speak an Afro-American dia-
lect, traditional approaches to the teaching of
reading have limited success. DOVACK tries
to overcome this difficulty by enabling
students to start with the concepts and vocab-
ulary they already know.

In the program, children are encouraged to
become familiar with the equipment needed
to implement the program. They dictate their
own stories on dictaphone belts, and are fur-
nished a computer printout of the story. With
each story, the computer keeps a record of
each new word the child uses; thus a con-
tinuous record of a child's vocabulary devel-
opment is created. Later the dictated stories
are transcribed to standard English for the
child so that he might see how his own dialect
differs from standard English. The DOVACK
approach accepts the pupil as the one who
controls the learning environment and en-
courages independence, self-reliance, and self-
sufficiency on the part of the learner.

Specific objectives of the program are to
develop skill in manipulating equipment and
materials; to develop favorable attitudes to-
ward reading; to develop proficiency in word
recognition, word attack skills, and general
reading achievement; and to become inde-
pendent and self-pacing. Classroom activities
are geared to the achievement of these specific
objectives, but the child determines tl-p con-
tent of the lessons and his rate of achievement
himself. Inservice training sessions attempt to
instill in the teachers the overall philosophy
of the program.

Testing is underway to determine the
effect of the program on the children, but no
specific results are yet available. Staff mem-
bers report, however, that students are

becoming more independent as learners and
are taking books home to read. Outside ob-
servers have indicated there are noticeable
signs of progress towaid achieving the major
student objectives of the program.
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The two schools in which the program was
housed were part of the local school system
which provided the usual expenditure of $658
per child per year. The cost of the program
was $770 per child per year over and above
the normal expenditure.

Interdependent Learner Model, Harlem, N.Y.

The Interdependent Learner Model at
Public School 76 serves kindergarten through
second-grade students, all of whom are from
minority groups. Most of the children are
from low-income families on welfare, and
racial composition is 99 percent black and 1
percent Puerto Rican.

General goals of the program include mak-
ing the student an independent learner and
giving him a good self-image. Through the use
of PAT (Performance Aids in Teaching)
materialswhich contain 60 structured
lessons that teach reading skills, various pro-
gramed materials, and the Bank Street readers
and workbooks, the program concentrates on
beginning reading and language arts skills.

The program's approach is to use language
to solve problems, explain the problem-
solving process, and so on. Other methods
such as role playing and positive reinforce-
ment are utilized by teachers and aides to
promote learning and to enhance the self-
image.

A 1-week summer workshop and weekly
meetings during school are held for teachers
and aides. At the weekly meetings, staff
members share ideas, discuss current problems
related to the program, and watch demonstra-
tion teachers present new ideas and

techniques.
Informal tests have been given to experi-

mental and control first and second graders. It
was found that more experimental first-
graders were above grade level in reading
achievement than control first-graders.

The entire program served 125 kinder-
garteners and 180 first-graders the first year at
a total cost of $343,770, of around $1,125
per child per year. The program is federally



funded, but still a part of the local school
system.

Hopi Action Council, Oraibi, Ariz.

The Hopi Action Council serves 140 pre-
schoolers and 400 children from kinoergarten
through grade three. The program's goal is to
supply each child with the basic academic and
social skills he needs in order to succeed in
school. To attain this broad goal, the three
basic skills of reading, mathematics, and hand-
writing are studied by all students each day,
with frequent additional "backup" activities.

At the core of the program is an instruc-
tional technique called Behavior Analysis
which provides for systematic reinforcement
of desired behavior as identified in specific
learning objectives of the program. In short,
the system is one of rewards or tokens which
can be exchanged for participation in activi-
ties the child likes. The Behavior Analysis pro-
gram was developed at the University of
Kansas under the direction of Dr. Don
Bushell, Jr.

Every teacher attends a 1-week training
session at the University of Kansas prepar-
atory to teaching in the program. During the
school year, workshops are held periodically.
The program utilizes parents as teacher aides.
Parents are trained in the program, and they
serve as a strong bond between home and
school, helping to alleviate the language prob-
lem at school, since English is a second
language for many of the children.

Pretest and posttest scores on the Wide
Range Achievement Test indicate that the
program is achieving success. Federal funding
of $750 per child per year covers all costs of
the program.

Experimental Pre-Kindergarten Program, New
York, N.Y.

The Experimental Pre-Kindergarten Pro-
gram at Community School District No. 3
began in 1966 as an attempt to study the effec-
tiveness of preschool programs and to provide
needed leadership in this area.
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The program serves preschool disad-
vantaged children and was designed to create
an appropriate learning environment in which
each child, regardless of his background,
experiences some measure of success and
some sense of competence as a learner.

The program is based on the assumption
that each child has his own individual learning
style and rate of learning, and materials and
experiences are provided accordingly. The
program design also assumes that children
learn best through activity and as a result of
highly individualized contacts and relation-
ships with adults.

Parent involvement is a major feature of
the program. Meetings between staff and
parents and activities involving parents, staff,
and children are common.

All activities that involve the teaching of
reading are based on the experiences of the
children. In fact, to insure that children are
constantly involved in new experiences,
money is provided to the parents for activities
involving the child.

The program is now funded by the U.S.
Office of Education; it also receives Model
Cities Program aid.

Hartford, Connecticut, Program

More than 4,500 children from urban
poverty areas are in the Hartford Program. At
present the program is aimed at children 4
years old through the first grade, but it is to
be extended later to second-grade children.

The program is hased on the principles and
philos'iphies of fort Jucation beginning at
age 3 and mixed-,g, groupings .rather than
grade-level designations. The program also
advocates that students be placed into various
interest centers that are multisensory, multi-
instructional, and multidisciplinary; that re-
wards should be intrinsic success goals, not
letter grades or promotion; and that the pri-
mary goal should be to maintain an environ-
ment that allows each child to achieve and
maintain his own success identity.



The specific goal of instruction is to make
the learner independent and self-directed.
Reading is not stressed unduly in the class-
room, which is patterned after the work of
Montessori and the British Infant Schools.
Students are allowed to learn at their own
pace, using Montessori materials and materials
developed at the center.

The reading instruction utilizes the
language experience approach, which stresses
skills that involve oral language, listening
ability, word recognition, oral reading, silent
reading, vocabulary development, and writing.
I ndividual language development progress
records are kept on each child. These records
allow the teacher to chart the child's progress,
follow his progress, individualize instruction,
and modify instruction when the need arises.

The inservice program of the Hartford pro-
gram is somewhat unique: it requires all
teachers and aides, in a 3-week session, to ex-
perience the same program their students will
be going through. In addition, at training
sessions held before and during the school
year, teachers and aides design materials for
use within the program.

To date, evaluation has been on an in-
formal basis with the kindergarteners and first
graders. Once the second grade classes are
implemented, evaluation by standardized
instruments will begin.

The entire project is financed exclusively
by the Hartford School District. The total
cost of the program is $500,000, with ma-
terials and equipment costing about $900 for
each classroom.

Elizabeth Seawell School, Chapel Hill, N.C.

The Seawell School is an attempt to inte-
grate and develop language arts skills through
utilization of all aspects of the curriculum
reading, mathematics, science, social studies,
and the arts. The school views language devel-
opment not as a separate entity, but as an
integral part of the chiles ability to develop
other skills. The program seeks to help the

child relate happenings in his own world,
analyze and draw conclusions about them,
and express what he has learned orally or in
written--form.

Reading, a primary instructional concern in
the Seawell program, is approached through
three basic components: word attack skills,
comprehension and listening skills, and study
skills. Each general skill is composed of many
subskills sequenced in a logical order so that
the child's progress can be accurately moni-
tored and evaluated. Statements of methods
that may be used to achieve mastery of the
subskills are clearly outlined.

The major goal of the program is to de-
velop a procedure for instant feedback,
whereby teachers and project staff members
can suggest ways to immediately improve
teaching techniques based on their classroom
observation and evaluation of performance.
Other major objectives include: to assess the
impact of the total effort on language devel-
opment, to improve practical inservice train-
ing programs, to cooperate with higher educa-
tional institutions in the development of pro-
grams, and to cooperate with other agencies
in training paraprofessionals. Related ob
jectives include developing a materials
research center, disseminating results of find-
ings on the program, and conducting field
consultative efforts as a followup to the cen-
ter's training sessions.

Rather than the traditional self-contained
classrooms, Seawell School utilizes large areas
in which children, across age and grade ranges,
meet with teachers. Students are allowed to
move about freely in high-interest learning
activity centers, which provide activities for
experiencing success.

Other techniques being utilized in this pro-
gram include team teaching, intern programs,
and parental involvement. The program makes
excellent use of students and faculty from
nearby universities.

This nonstructured classroom approach is
an attempt to prescribe an educational pro-
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gram for each child's needs and abilities. The
program heips the child to see relationships
between his life at home and his life at school,
it provides the opportunity for him to make
his own decisions, it offers him more freedom
for interaction with peers and teachers, and it
gives him opportunities to freely communi-
cate his ideas and emotions. In addition, this
approach stimulates the child to widen and
expand the scope of his imagination, enriches
his experiences, and develops in him favorable
attitudes toward school.

Harley Lower School, Rochester, N.Y.

The Harley Lower School serves children in
the early grades, utilizing an open classroom
which is synonymous with the term "inte-
grated day." The integrated day approach
views reading as only a part of the child's
total language development, which also in-
volves experiencing, listening, speaking, and
writing. Harley Lower School attempts to
incorporate the teaching of reading into this
larger framework of language as it grows out
of the child's total experiences.

The integrated day model borrowed heavily
from the British Infant Schools. It focuses on
the child's interests and experiences, which
become the initial starting point of instruc-
tion, and provides a rich school environment
for the child to discover and explore.

Three important components of an inte-
grated language arts program become appar-
ent. The first is a relaxed atmosphere in which
children are encouraged to share ideas and
experiences through verbal interaction, the
simple ability to communicate ideas and in
turn understand ideas that have been com-
municated. A second component of the pro-
gram is the belief that learning is a total
experience and that language must be inte-
grated with all areas of the curriculum. A
third component of the program is the recog-
nition of stages in the development of the
ability to read and write.
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Three stages of reading are utilized: pre-
reading, early reading, and independent read-
ing. During the prereading stage the child
shows interest in books, words, and letters
and is thoroughly delighted when he learns his
first word. He enjoys being read to and often
"reads" materials using picture clues or the
like. The child in the prereading stage
becomes more and more adept at expressing
himself verbally.

At the early reading stage (also referred to
as the code-breaking stage) the focus on
words, letter sounds, and symbols becomes
greater. The child begins to associate sounds
and symbols effectively enough to write
letters and words and to attack new words.
Writing at this stage serves as an important
vehicle for communication and a way for the
child to organize his thoughts.

Finally, at the independent reading stage,
the focus shifts from word recognition to
word meaning. Simply recognizing the words
is not enough; the real challenge now is what
the words say. At this point, reading becomes
a tool for the child to explore, discover, and
enjoy his world as it is represented in
langu age.

Harley Lower School attempts to make
learning to read a natural part of the entire
school experience. Language is a natural pare
of the child's social, intellectual, and emo-
tional maturation and is the means by which
the child explores and discovers his environ-
ment. By making reading important and use-
ful to the child, he will learn to read.

Karnes Preschool Curriculum, University of
Illinois, Urbana

A new preschool program that shows
promise is the Karnes Preschool Curriculum.
Still in the experimental stages, the Karnes
program applies a highly structured lesson
plan to language and concept development for
kindergarten children. It contains the tradi-
tional components of science, mathematics,
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social studies, language, art, directed play,

music and movement, and creative and pro-
ductive thinking; but each area is dealt with
via specific exercises designed to produce

specific reactions.
The program, developed at the University

of Illinois, is based on the assumption that
schools need to overcome the shortcomings of
homes where traditional learning values and

practice opportunities are missing. Through

a structured approach, the Karnes program
features mental and skill development based

on specific exercises in order to prepare both
inner-city and middle-class children for the
traditional tasks required in school.

The program utilizes structured lesson

plans; structured exercises; a game format
that makes use of cards, lotto games, and

materials that require specific motor re-

sponses; and a built-in system that provides
for daily diagnosis and adjustment of the
child's program.

A formal evaluation of the program is still

underway, but many initial evaluations have

been made. Teachers report that, by using the

program (and the classroom aides inherent in
the program), they are able to know their
children better and consequently design in-

struction for them more accurately and
efficiently. Information on the program sug-
gests that at least one third to one half of the
children were ready to be exposed to formal
reading by the first of February. The program
was uniformly effective in the inner city
schools and most appropriate for the slower

and shy (but bright) middle-class child, and
for the faster middle-class children for the
first half of the year. In addition, children

seem to like the program, and teachers and

aides report fewer behavior problems than in

previous years.

Park School, Ossining, N.Y.

In contrast to the previously mentioned
programs which just "offer" readpLinstruc-
tion, Park School "guarantees" parents of
kindergarten children that 90 percent of their
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children will be reading at the national level.
National levels of reading ability are achieved
by formal reading instruction.

Lamplighter School, Dallas, Texas

Lamplighter School, a private preschool
offering formal reading instruction, has an en-
rollment of 485 children, ages 3 to 10. The
children are primarily upper-middle class

whites served by 37 staff members.
The philosophy of Lamplighter is "to have

each child learn how to live his life, and with
ever-increasing powers of appreciation,
imagination, comprehension, and accomplish-
ment." The concept of Lamplighter is to
"keep children feeling good about themselves,
to give them self-confidence, .and to help

them to be relaxed and flexible."
The program emphasizes reading readiness

and reading instruction. Within the reading
program there is a heavy concentration on
phonics and programed materials. In the
nursery school, skills like color recognition,

shape recognition, categorizing, patterning,
visual and auditory sequential memorization,
and rote counting are taught. At upper levels
of instruction, many of the same kinds of
skills are taught, but on a more advanced
level. Such materials as the Peabody Language
Kit, Beth Slingerland materials, and others
developed at the school are utilized.

The basic skills the children need to learn
to read and to progress in reading are taught
by using "fun activities." School then be-
comes a place for fun and work. In addition,
children who are reading from books are
encouraged to experience what they read.

Other program features include team teach-
ing, individualized instruction, nongrading,
and parent conferences used instead of report
cards.

Evaluation of the students' progress is done
primarily by conferences. Three times a year
parents come in to speak to staff members
about their child's progress. The nonuse of
grades is based on the assumption that a child
needs a lot of self-confidence before he can



effectively learn to compete. Parents are also
allowed to observe their children through
observation decks, and they receive their
child's schoolwork throughout the year.
Standardized tests are also used in charting
the child's progress.

Lamplighter School is not geared to the
genius-level child, but children in the program
average two grade levels above normal. The
school uses combinations of materials, a

myriad of teaching techniques, and real-life
experiences to deal with the individual differ-
ences in the children.

Sullivan Preschool Centers

The Sullivan Preschool Centers are a net-
work of private preschools that serve pri-
marily middle- and upper-middle class white
children. These preschools utilize programed
materials, developed by Dr. Maurice Sullivan,
which present simple problems that the child
can solve and that provide him with a feeling
of success. In the Sullivan Preschool Centers,
socialization and reading are stressed in an
atmosphere unlike that in the public kinder-
garten. "Current reading programs," says
Sullivan, "make the child feel as if he doesn't
have the intellectual equipment to learn to
read because reading is portrayed as such a
difficult task."

The Sullivan reading program takes the
student step by step through the sound-
symbol system of English. Basically the pro-
gram is divided into three levels: readiness in
language arts, readiness in reading, and read-
ing itself. Readiness in language arts helps the
child to develop preliminary skills that relate
directly to reading, while the child is also
introduced to the basic concepts of direc-
tions, spatial conception and color, and the
alphabet. Reading readiness teaches the stu-
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dent to recognize printed letters and numbers,
to associate these symbols with sounds, to
combine these sound-symbols into words, and
to decode symbols. Reading instruction con-
tinues the development of word recognition
and discrimination. The programed materials
of the Sullivan preschools are delivered in
brief doses to the children and are liberally
intermixed with play activities to reinforce
learning.

Programed reading makes written English
something a child can handle. The child is
introduced to a few letters and sounds at a
time. Once the child has thoroughly mastered
a particular sound associated with the letter,
other sounds that are associated with that
letter are introduced. Within this program,
reinforcement is a key element. Traditionally,
school children have grown up thinking that it
is very important to be right all the time; and
if the child is not right, he feels guilty and
wants to escape the situation. But with the
use of programed materials, each child
achieves success and is never made to feel
inferior.

Besides the Sullivan programed materials,
Montessori manipulation materials, Scholastic
paperbacks, songs, and games are used in the
preschools. Each child is motivated to re-
spond many times during activities, because in
the Sullivan preschools learning is responding.
The Sullivan preschools have approximately
one teacher for every 10 students and report
virtually no nonreaders by grade three.

The Sullivan preschools provide learning
opportunities through exposure to diverse
activities logically developed in small sequen-
tial steps; a safe, comfortable, free environ-
ment in which the child has the opportunity
to make decisions but in which none of the
pptions can have a painful result to the child;
and parent involvement.



Leadership: The Administrator's Responsibility

The responsibility for implementing inno-
vative preschool educational practices and
bringing about effective educational change
belongs to the school administrator. How,
then, does he proceed in implementing change
through preschool reading instruction? The
following are among the logic steps he
should take:

Survey the Reading Needs of the Preschool
Population

What are the major factors interfering with
the reading readiness and later reading
achievement of the preschool population? Ex-
amples of variables are: poor background of
experiences, negative attitude toward reading,
limited vocabulary, poor visual and auditory
discrimination abilities, etc. To determine
these factors, survey teachers, school records,
and test the children with appropriate instru-
ments.

Determine Resources

Determine what physical resources, monies,
people, and alternatives are available to meet
needs. Examples of resources include: inter-
ested teachers, parents, community groups,
contingency funds, and Federal funds.

Consider the State of the Art on Needs

What does research on the topic reveal?
What do authorities in the field suggest? Use
consultants and consult all available literature.

Consider Solutions

How are other education agencies ap-

proaching the problem? Examples are: tradi-
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ti on al kindergarten, prehool readiness
instruction, formal preschoon-eading instruc-
tion, etc.

Involve the Community

What community groups and/or individuals
should be involved in solving the problem?
Examples are: interested parents, PTA, local
business groups, and professional associations.

Derive Objectives

Determine what changes in reading behav-
lor should occur ac the result of the preschool
reading program. Examples include: increased
reading readiness, children reading at a partic-
ular level before entering school, increased
reading achievement at later educational
levels, and more positive attitudes toward
reading.

Develop a Proposal

Write a formal proposal which describes all
of the above elements. The proposal should
also include an operational component and
time schedule for all events associated with
the program. Submit the proposal for ap-
proval.

Evaluate the Preschool Reading Program

The continuation and success of the pre-
school reading program should be determined
by evaluation. For example, to what degree
were program objectives achieved? Examples
of sources for data collection are: pupils,
teachers, and local community.
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